The Competency Benchmarks document outlines core foundational and functional competencies in professional psychology across three levels of professional development: readiness for practicum, readiness for internship, and readiness for entry to practice. Within each level, the document lists the essential components that comprise the core competencies and behavioral indicators that provide operational descriptions of the essential elements. This document builds on previous initiatives within professional psychology related to defining and assessing competence. It is intended as a resource for those charged with training and assessing for competence.
Over the last two decades, professional psychology has given increasing attention to identifying core professional competencies as a basis for defining and measuring trainee learning outcomes. Education and training associations across many professions have begun to define expected learning outcomes. Within psychology, a number of training councils and organizations have worked to define and appropriately assess the competencies expected of psychologists-in-training and psychologists, throughout the course of their training. Licensing boards are increasingly requiring documented evidence of acquired competence at all levels of training. Therefore, in addition to identifying the competencies that psychologists-in-training must have, we also need to determine how the acquisition of each competency may be demonstrated throughout the sequence of training. This article describes a recent step in the overall competency initiative in professional psychology. We identify core professional competencies and competency benchmarks across three levels of professional development: readiness for practicum, readiness for internship, and readiness for entry to practice. The article begins by tracing the history of the competency movement in professional psychology. We then describe the process by which the Benchmarks document was developed, and end with a description of benchmarks in 15 competency areas at the three levels of professional development.
Competence has been defined by Epstein and Hundert (2002) as the "habitual and judicious use of communication, knowledge, technical skills, clinical reasoning, emotions, values, and reflection in daily practice for the benefit of the individual and community being served" (p. 226). Competence also implies performance at an acceptable level, and presumes integration of multiple competencies. Competencies, then, are conceptualized as elements or components of competence, and consist of discrete knowledge, skills, and attitudes .
One of the first widely acknowledged models for conceptualizing competence in professional education and training programs was developed by the National Council of Schools and Programs of Professional Psychology (NCSPP) in 1986 (Peterson et al., 1992; Peterson, Peterson, Abrams, & Stricker, 1997) . The original NCSPP model identified and defined six core competency areas relevant to training for the practice of professional psychology. Within this model, program curricula were designed to develop competencies based on foundations of scientific and practical knowledge and skills, as well as attitudes, values, and ethical behaviors appropriate for the practice of psychology. Building on this work, in 1996 the Committee on Accreditation (CoA) of the American Psychological Association (APA) revised its Guidelines and Principles for Accreditation (CoA, 1996) to require programs to specify their education and training objectives in terms of the competencies expected of their graduates. Furthermore, these competencies are expected to be consistent with the program's training model, philosophy, and goals.
The next major step in the competency movement was the organization of the 2002 Competencies Conference: Future Directions in Education and Credentialing. The overall aim of this conference was to address the core competencies expected of graduates of professional education and training programs in psychology. The primary goals of the conference were to further clarify issues related to the identification, education and training, and assessment of competencies within professional psychology. The conference was sponsored by the Association of Psychology Postdoctoral and Internship Centers (APPIC) with cosponsorship of the APA and other professional organizations (Kaslow, 2004; Kaslow et al., 2004) . Diverse education, practice, and regulatory constituent groups were represented. Attendees at the conference focused on several competency areas, and articles delineating these competency areas were published in special issues of Journal of Clinical Psychology and Professional Psychology: Research and Practice (Arredondo, Shealy, Neale, & Winfrey, 2004; Bieschke, Fouad, Collins, & Halonen, 2004; Daniel, Roysircar, Abeles, & Boyd, 2004; de las Fuentes, Willmuth, & Yarrow, 2005; Elman, Illfelder-Kaye, & Robiner, 2005; Falender et al., 2004; Krisnamurthy et al., 2004; Roberts et al., 2005; Spruill et al., 2004) .
One of the outcomes of the Competencies Conference was the "Cube model," a model of the core competency areas in psychology that has gained acceptance across psychology training groups (Rodolfa, Bent, Eisman, Nelson, Rehm, & Ritchie, 2005) . The Cube model (see Figure 1) proposes 12 core competencies that are conceptualized as either foundational or functional competencies (Rodolfa et al., 2005) . Foundational competencies (on the x-axis) refer to the knowledge, skills, attitudes, and values that serve as the foundation for the functions a psychologist is expected to perform (e.g., an understanding of ethics, awareness and understanding of individual and cultural diversity issues, knowledge of the scientific foundations of psychology). Functional competencies (on the y-axis) encompass the major functions that a psychologist is expected to perform, each of which requires reflective integration of foundational competencies in problem identification and resolution, (e.g., assessment, intervention, consultation, research). Finally, the z-axis represents the stages of professional development. The three dimensions indicate that the development of competencies overlap across developmental stages. Thus, for example, the development of competencies in assessment at the doctoral level also overlaps with the competencies in scientific knowledge, individual/cultural diversity, and interpersonal communication.
Another effect of the Competencies Conference was that the identification of competencies became a continuing agenda item for the Council of Chairs of Training Councils (CCTC), a group comprised of the chairs of the major professional psychology education and training councils in the United States and Canada. One of the most visible outcomes of their efforts was the Practicum Competencies Outline, which expands and enhances work done by the Association of Directors of Psychology Training Clinics (Hatcher & Lassiter, 2007) . The Practicum Competencies Outline defines competencies for practicum training and operationalizes the component knowledge, skills, attitudes, and even metaknowledge concepts expected by the end of practicum training. The outline also presents behavioral anchors for assessing the development of these competencies from early to advanced stages of practicum training. In so doing, it builds on the "Cube" model conceptualized at the Competencies Conference, delineating the competencies in preinternship doctoral education.
Also building on the Competencies Conference, the APA Board of Educational Affairs convened a task force in 2003 to move beyond defining competencies to measuring those competencies. The task force produced a comprehensive report on needs for competency assessment, different models of competency assessment, including those now used in other professions, and challenges in competency assessment (APA, 2006; Leigh et al., 2007; Lichtenberg et al., 2007) . Furthermore, the task force made a series of recommendations and developed guiding principles for the assessment of competence (Kaslow et al., 2007a ; http://www .apa.org/ed/competency_revised.pdf).
Collectively, these developments provide evidence of what has been referred to as a shift to a "culture of competence" (Roberts et al., 2005) in professional psychology. The urgency of shifting to a culture of competence assessment in psychology was heightened also in 2006 by the APA Council of Representatives' adoption of the following policy guidance related to licensure eligibility in psychology that encouraged entry to practice at the end of the doctorate. Specifically, the Council of Representatives passed the following resolution:
Applicants should be considered for admission to licensure upon completing a "sequential, organized, supervised professional experience equivalent to two years of full-time training that can be completed prior or subsequent to the granting of the doctoral degree" (APA, 2006) . One of the two years is to be a predoctoral internship for those preparing for practice as health service providers.
There is a need for a better, competency-based definition, of readiness for entry to practice. For many years, the doctoral degree has been linked with the vaguely defined construct of "entry level to practice." Entry level to practice generally has been defined by documentation of completion of required coursework, including a requisite number of hours of supervised training. These criteria are likely a poor proxy for actual evaluation of competence, and the relationship between these criteria and actual competence as a professional psychologist is tenuous at best. In addition, external groups such as the United States Department of Education, regional accrediting bodies, and other regulatory bodies are considering incorporating rules and regulations that would measure education and training outcomes in terms of specific competencies that trainees acquire.
Benchmarks Work Group
A recent step in the competency movement was the creation of the Assessment of Competency Benchmarks Work Group (hereafter referred to as the Workgroup). This group was the outcome of a proposal from the CCTC to the APA Board of Educational Affairs (BEA), which authorized the project in 2005. The group met for two days in September 2006 to identify levels of competence appropriate for different stages of professional education and training in psychology. The document developed by this group identifies benchmarks for 15 core competency areas at three developmental levels of education and training.
The Workgroup operated on several guiding principles. First, the focus of the meeting, while broad, was not intended to address the full developmental continuum for learning in professional psychology. Specifically, it was acknowledged that there are competencies necessary for entry to graduate school as well as competencies that reflect a lifelong commitment to learning. The group was not able to address these two levels but recognized their importance.
Second, the Workgroup began with the "Cube" model of core competencies (see Figure 1 ) in professional psychology as the basis for their work (Rodolfa et al., 2005) . This decision was based on recognition that the group could easily spend all of its time trying to develop consensus on what competencies to address and not have time to complete its more central purpose of defining benchmarks. (Rodolfa et al., 2005) .
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The Cube model is widely cited and recognized as credible at this point in the evolution of competency-based education and training. While the Cube model proposes an interweaving of foundation and functional competencies, the Workgroup chose not to address these intersections, leaving this task for another group in the future. Third, although the Cube model is intended to apply to professional psychology generally, the Benchmarks document focuses more directly on preparing for health service practice. Other areas of psychology may be informed by elements of the document but may not find the entire document relevant to their models of training. Finally, the work of the group was not intended to be prescriptive. While the Workgroup believes, and is hopeful that the Benchmarks document will advance discussion and implementation of competency based approaches to measuring trainee learning outcomes, the intent is to describe a path to this end as opposed to prescribing what programs need to do.
The Workgroup focused on operationally defining each competency. It was decided that each competency would be defined first, then broken into its essential components, and then behavioral anchors would be defined for each essential component that demonstrate the threshold for competent performance at that level of training. For example, the scientific knowledge and methods competence is defined as a trainee's ability to "Understand research, research methodology, techniques of data collection and analysis, biological bases of behavior, cognitive-affective bases of behavior, and development across the life span, and evidences respect for scientifically derived knowledge." An essential component for scientific methods is scientific mindedness. These broad competency definitions were reviewed by separate subgroups for each developmental level of training (e.g., entry to practicum, entry to internship). Each subgroup was tasked with identifying behavioral anchors for scientific mindedness that would demonstrate this competency at each level. Thus, a behavioral anchor for readiness for practicum is performing a scientific critique of the literature, while a behavioral anchor at readiness for internship is evaluating study methodology and scientific basis of findings and at readiness for practice, a behavioral anchor is independently assessing scientific knowledge. In general, behavioral anchors indicated increasing levels of independence at successive developmental levels. The work of the subgroups was reviewed and assembled into a draft.
A draft of the Benchmarks document was distributed to members of constituency groups and APA Boards and Committees for comment in early 2007. Public comment was received over the summer months of 2007 and reviewed by both CCTC and BEA at their fall meetings. Based on discussion that occurred at CCTC, BEA charged a committee (comprised of members of the original Work Group) to review the public comment and edit the document as they felt appropriate. This committee coordinated its efforts with the Competency Assessment Toolkit Group (this issue). As a result of their discussions, three new competencies were added: professionalism (to address issues of behavior and comportment), teaching (which had been included under supervision), and advocacy (which had been included in ethics and legal standards and policy). Thus, the original Cube model was modified and expanded.
Benchmarks Document Table 1 presents the Benchmarks Document. Each of the 15 core competencies is defined, followed by essential components and behavioral anchors for each essential component at the three levels of professional development. The core foundational competencies include: professionalism, reflective practice, scientific knowledge and methods, relationships, individual and cultural diversity, ethical and legal standards and policy, and interdisciplinary systems. The functional competencies include: assessment, intervention, consultation, research and evaluation, supervision, teaching, administration, and advocacy.
As noted earlier, each competency is defined in terms of its essential components. The essential components, in turn, are delineated for each of three training levels (readiness for practicum, readiness for internship, and readiness for entry to practice). Behavioral anchors are provided for each developmental level. By examining these descriptors for each competency, one can see the development of knowledge, skill, and attitude expected within the competency area, and by examining the columns across competencies, one can see the degree of knowledge, skill, and attitude expected of trainees in professional psychology at that level of training.
Conclusion
A major pedagogical shift has occurred in professional psychology, a move toward measuring trainee learning outcomes, articulated as competencies, as a primary focus of the education and training process (Nelson, 2007) . As the education and training and regulatory/ credentialing communities embrace this shift, it is critical that best practice models be developed and disseminated to guide the implementation of a competency-based approach to identifying and assessing trainee learning outcomes. The Benchmarks document presented in this article represents an effort in this regard, building on and informed by previous efforts, particularly the Cube model proposed by Rodolfa and colleagues (2005) and the overall work of the 2002 Competencies Conference (Kaslow, 2004; Kaslow et al., 2004) . It articulates essential components and behavioral indicators for three key levels of professional development, readiness for practicum, readiness for internship, and readiness for entry to practice.
The Benchmarks document has a number of training implications. First, doctoral programs typically construct a curriculum with planned and prerequisite coursework, so that students take courses in sequence, building more advanced coursework on top of foundational courses. Thus, first year trainees may take one set of courses, second year trainees another set of courses, and third year trainees yet another set of courses. This is predicated on the assumption that these sets of courses build on each other to help trainees develop competence for professional psychology. However, a competency-based model is based on the development of competencies for an individual trainee. Some may need more of one course in a foundational or functional competency domain to develop a satisfactory level of competence; others may need less; or may need the coursework in a different order, tailored to optimize their development. Programs will need to assess individual competence frequently to help provide trainees with the educational experiences to allow them to develop the competencies that they individually need.
Second, training programs will need to create mechanisms to identify and address trainee concerns about the development of competencies. The behavioral anchors and the essential components for each competence help to define trainees' developmental level of expected competence and can serve as a guide for training. Faculty and supervisors need to engage in continual evaluation of their trainees' competency development, and to develop the ability to intervene early to help trainees who are falling behind in their competence (text continues on page S25) S8 FOUAD ET AL. 
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This document is copyrighted by the American Psychological Association or one of its allied publishers. This article is intended solely for the personal use of the individual user and is not to be disseminated broadly. • Accurately and consistently selects, administers, and scores and interprets assessment tools with clinical populations • Demonstrates knowledge of initial interviewing (both structured and semi-structured interviews, mini-mental status exam)
• Collects accurate and relevant data from structured and semi-structured interviews and mini-mental status exams 
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This document is copyrighted by the American Psychological Association or one of its allied publishers. This article is intended solely for the personal use of the individual user and is not to be disseminated broadly. development. Thus, in addition to a grade at the end of a course and an annual evaluation at the end of the year, faculty and supervisors must shift to discussing concerns with trainees early (Kaslow, Rubin, Forrest, et al., 2007) . These are often difficult conversations to have with trainees, and often supervisors and faculty members worry that they do not have the basis to have those conversations (Forrest, Elman, & ShenMiller, 2008; Wester, Christianson, Fouad, & Santiago-Rivera, 2008) . Further, programs need to develop policies and procedures to ensure that trainees in difficulty receive the additional training needed to achieve levels of competence required to progress in the program (Behnke, 2008; Gilfoyle, 2008; McCutcheon, 2008) . Finally, the developmental levels of the Benchmarks document may help to clarify the competencies trainees must have as they gain increasing levels of independence. This will provide a much clearer demarcation of the types of competencies needed as trainees enter practicum, for example, or enter internship. This will help to increase the communication across training organizations, since they will have a common metric to describe behavior. If, for example, a practicum site knows that a trainee has been evaluated as slightly below "readiness for practicum" on assessment competence, they can choose to work more closely with that trainee, or encourage the trainee to augment training experiences in assessment.
The Benchmarks document has been widely vetted and many modifications have been made to enhance the document. While it has been received positively and appears to have face validity, future directions will need to include assessment of its utility in application and predictive validity. In addition, delineating the essential components and behavioral anchors for the core competency domains must be linked to best practices in the assessment of competence. To that end, the Competency Assessment Toolkit for professional psychology (Kaslow, Grus, Fouad, Hatcher, Campbell & Rodolfa, this issue) is an ideal complement to the Benchmarks document.
The Benchmarks document, with its focus on core competencies, is broad in scope. Application of the benchmarks in education and training settings must be reconciled with the realty that there are many specialty areas that provide health services and that psychology has embraced the concept of multiple models of education and training as reflected in the Guidelines and Principles for Accreditation (CoA, 1996) . Two areas within professional psychology, clinical health psychology (France et al., 2008) and geropsychology (Borrayo, 2006) , have developed competency models, utilizing the competencies articulated in the cube model and benchmarks, but also incorporating competencies unique to their domain of psychology. Hence, the future holds some interesting questions for the use of the benchmarks document. Are all the competencies essential for those who will provide health services? Is it necessary to obtain the same level of competence across all areas or are some competencies more critical within certain areas?
As the culture of competence continues to grow, there is no doubt that this document may be revised and improved. However, it is hoped that the Benchmarks document as presented in this article will enhance the capacity of those charged with assessing competence and ensure that those who enter the professional psychology workforce deliver effective and relevant services. 
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